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ABSTRACT 

A longitudinal study was conducted to determine the 
effect of teachers and achievement on the students valuing of 
mathematics. A total of 1,301 students and the teachers they had for 
mathematics before and after transition to junior high school were 
involved in the study. It was found that when students move from 
elementary teachers they percieve to be low in support to junior high 
teachers they perceive to be high in support, the intrinsic value of 
math is enhanced, while students who move from teachers they perceive 
to be high in support to teachers they perceive to be low in support 
experience a sharp decline in both intrinsic value and perceived 
usefulness and importance of math. Stuf^ents* perceptions of the 
usefulness and importance of math interacts with achievement level. 
Math values decrease more snarply during the first year of junior 
high for low achieving students i^ho move from more supportive to less 
supportive teachers than for high achieving students who experience 
the same change. (Author/TW) 
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Abstract 



In a longitudinal study of 1301 students and the teachers they had for matliematics 
befoic and after the transition to junior high school, we assessed whether changes across 
the transition in students* perceptions of their teachers* supportiveness were related to 
changes in their valuing of mathematics. 

Using repeated measures multivariate analysis of variance, we found that when 
students moved from elementary teachers they perceived to be low in support to junior high 
teachers they perceived to be high in support, the intrinsic value of math was enhanced; 
whi'e students who moved from teachers they perceived to be high in support to teachers 
they perceived to be low in support experienced a sharp decline in both the intrinsic value 
and perceived usefulness and inq)ortance of math. 

For students* perceptions of the usefulness and importance of math there was an 
interaction with achievement level. Math values decreased more sharply during the first 
year of junior high for low achieving smdents who moved from more supportive to less 
supportive teachers than for high achieving students who experienced the same change. 



For a number of years educators and psychologists have expressed concern about the 
deterioration of students* achievement -related beliefs, values, and performance after the 
transition to junior high school and have speculated about the reasons for these negative 
shifts (e.g., Bemdt & Hawkins, 1988; Eccles, Midgley, & Adler, 1984; Finger & 
Silverman, 1966; Lipsitz, 1977; 1980; Silbcrman, 1970; Simmons & Blyth, 1987; 
Sprinthall, 1985; Ward, Mergendoller, & Tikunoff, 1982). Some investigators have 
suggested that this is an inevitable age-related phenomenon associated with pubertal change 
and cognitive maturation. We have suggested that systematic changes in the classroom 
environment after the transition to middle or junior high school contribute to a decline in 
achievement-related attitudes, values, motives, and behavior for some children (Eccles & 
Midgley, in press; Eccles et al., 1984; Feldlaufer, Midgley, & Eccles, 1988; Midgley & 
Feldlaufer, 1987, Midgley, Feldlaufer, & Eccles, in press). This study seeks to determine 
if changes in students* perceptions of the student/teacher relationship during the transition 
to junior high school influence their valuing of mathematics. 

In a recent longitudinal study, we found that student/teacher relationships deteriorated 
after the transition from elementary school to junior high school (Feldlaufer et al., 1988). 
In particular, students said that the teachers they had for mathematics after the transition to 
junior high school cared less about them, were less friendly, and graded them less fairly 
than the teachers they had for mathematic j the last year of elementary school. Classnwm 
observations confirmed this pattern. Observers reported that seventh grade junior high 
school math teachers were less warn and supportive than sixth grade elementary school 
teachers. In other studies of the transition ftom elementary school to middle, junior high, 
or high school, students reported less favorable intetpersmal relations with their teachers 
after the transition than before (Hawkins & Bemdt, 1985; Hirsch & Rapkin, 1987; 
O'Connor, 1978; Trcbilco, Atkinson, & Atkinson, 1977). This shift in the quality of 
student/teacher relationships may COTtribute to a decline in students* academic motivation. 

Research on the effects of classroom climate indicates that the quality of 
student/teacher relationships is associated with students* academic motivation and attitudes 
toward school (e.g.. Eraser & Fisher, 1982; Hartmut, 1978; Bemdt & Hawkins, 1988; 
Moos, 1979; Trickett & Moos, 1974). Several of these investigators used the Teacher 
Support subscale of the Qassroom Environment Scale (CES) (Moos & Trickett, 1974) to 
assess the student/teacher relationship. For examplc,Trickett and Moos (1974) found a 
strong, consistent association between teacher support and high school students* academic 
interest and feelings of satisfaction and security. Fraser and Fisher (1982) found positive 
correlations between both teacher support, measured by the CES, and personalization. 
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measured by the Individualized Classroom Environment Questionnaire, and junior high 
school students' enjoyment of science lessons. Similarly, teacher supportiveness was 
related to students' academic adjustment both before and after the transition to jumor high 
school in a study by Bemdt and Hawkins (1988). Finally, using a different measure of the 
studentAeacher relationship, Hartmut (1978), in a large study of grades 5-9 in Germany, 
found that teachers who were observed to have more supportive qualities had pupils who 
were more motivated and less anxious. Given these associations, changes in the 
student/teacher relationship may induce changes in students' academic motivation. 

Some groups of students may be affected vaoTt than others by the quality of their 
relationship with their teachers. Recent data gathered by Veroff suggests that adolescent 
girls have a greater need than boys for affiliation and social connectedness (e.g., Veroff, ' 
1983) and may tiierefore be more sensitive to teacher support or the lack of it in the 
classroom^ In addition, high and low achieving students may be affected differentially by 
the nature of the student/teacher relationship. High achieving students, because they are 
performing well, may be able to sustain their motivation and continue to value academics 
even though they have teaciiers who are perceived to be less supportive than the teachers 
they had previously. On the other hand, low achieving students, because their performance 
does not provide an incentive, may be particularly sensitive to the characteristics of their 
teachers. In support of this suggestion, we found that differences in teachers' sense of 
efficacy before and after the transition to junior high school had a much stronger impact on 
changes in low achieving students' self and task perceptions in mathematics than on 
changes in higher achieving students' perceptions (Midgley et al., 1988). 

This study focuses on the effect of differences in the perceived student/teacher 
relationship before and after the transition to junior high school on changes in the value 
students attach to mathematics. We consider student perceptions of teacher support to be a 
strong indicator of the subjective quality of the student/teacher relationship. We predict that 
for students who perceive little change in teacher supportiveness before and after the 
transition, there will be relatively litde change in the intrinsic valuing of math and in their 
perceptions of the importance and usefulness of math (math value) over the two years. In 
contrast, we predict that the value of math for students who move from teachers they 
perceive to be more supportive to teachers they perceive to be less supportive will decline, 
and die value of math for students who move from teachers they perceive to be low in 
support to teachers they perceive to be high support will increase. In addition, we predict 
tiiat the effect of differences in perceived teacher support before and after the transition on 
student valuing of math will be stronger for girls than for boys and stronger for low 
achieving than high achieving students. 



5 



3 

Method 

^ The data reported here were collected as part of a two year, four wave panel study 
(The Transiti ons at Earlv A dolescence Project) investigating the impact of changes in 
classroom and family environments on early adolescents* motives, beliefs, values, and 
behaviors. Analyses reported here include data collected at all four waves of the study (fall 
and spring of the 1983/84 school year and fall and spring of the 1984/85 school year). 
SAMPLE 

Twelve school districts located in middle-income communities in southeastern 
Michigan were recruited for this project. The school districts are located near a major 
metropolitan area in the Midwest and serve middle-income communities. Almost 90% of 
the students in these districts are Caucasian. All teachers in those districts who taught 
mathematics to fifth or sixth graders scheduled to make a transition the next year to middle 
or junior high school were recruited year one: 95% of the teachers, representing 143 
clas^n-ocms, agreed to participate. Students were f lowed year two into 171 mathematics 
classrooms. All eligible year two teachers agreed to participate. Students participated on a 
voluntary basis. Of the eligible students, 79% agreed to participate. A student attrition rate 
of 14% between years one and two was accounted for largely by students who moved out 
of participating school districts. A total of 2501 students filled out questionnaires at all four 
waves. 

Case Selection 

A subset of the student sample from the Transitions project is used in the analyses 
reported here. The sample consists of 1301 students who made a transition from a sixii 
grade elementary school classroom to a seventh grade junior high school classroom, had 
the same teacher for math both semesters each year, and completed the Michigan 
Educational Assessment Test (MEAP) in the seventh grade. ^ 
PROCEDURES 

Questionnaires, measuring a large number of theoretical constructs across multiple 
activity domains, were administered by field staff to students during the period they 
normally recc vcd mathexnatics instructiai for two consecutive days in the fall (waves 1 and 
3) and spring (waves 2 and 4) of each school year. 
MEASURES 

Student Perceptions of the Value of Mathematics 

The dependent variables in tiiis study are scales measuring students* perceptions of 
the intrinsic value of math and the importance and usefulness of math (see Appendix) and 
were developed by Parsons (1980). Extensive exploratory and confirmatory factor 
analyses support the discriminant validity of these scales (sec Eccles, Adler, Futterman, 
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Goff, Kaczala, Mcece, & Midglcy, 1983; Ecclcs, Adler, & Meecc, 1984; Rcuman, 1986). 
Each scale cmtains four items scored on a 7-point Likert-typc scale, with the exception of 
one item on the intrinsic value scale which has only two options. Scales were created by 
taking the r lean of the items defining each composite. Cronbach's alpha reliability 
coefficients were computed for each composite and arc .76 for the intrinsic value scale and 
.80 for the perceived importance/usefulness scale. The wording of items in each of these 
scales can be found in the Appendix. 
Student/Teacher Relationship 

The scale measuring student perceptions of the quality of the student/teacher 
relationship (Teacher Support) is one of five scales developed firom items in the 
questionnaire that assess student perceptions of the classroom environment. These scales 
were developed on the basis of factor analysis and were constructed by taking the mean of 
the items defining each ^^co^site.^ Itenis ask for infom:iation at a global level rather than 
at an individual level (for example, "The teacher is Mendly to us" rather than "The teacher 
is firiendly to me" and "The teacher treats some kids better than other kids" rather than "The 
teacher treats some kids better than me"). In this regard our Teacher Support scale is 
similar to the Teacher Support subscale of Moos* Qassroom Environment Scale (Moos & 
Trickett, 1974). Our scale contains six items scored on a 4-point Likert-typc scale (high 
scores « low support). The wording of i^rms in this scale can be found in the Appendix. 
We named the scale "Teacher Support" because the items tap sttidents* perceptions of their 
teachers* caring, friendliness, and fairness. Internal consistency, using Qonbach's 
coefficient of alpha, is .73. 

In order to assess change in the quality of the student/teacher relationship after the 
OMsition to junior high school, students were divided into four groups based on their 
means on the Teacher Support scale at waves 2 and 4.^ 
Student Achievement in Mathematics 

During Ac fall of 1984, all seventh grade sttidents were administered the Michigan 
Educational Assessment Program (MEAP) as part of a statewide testing program in reading 
and mathematics. This test consists of sets of items measuring selected minimum 
performance objectives. In mathematics, each of 28 objectives are measure by a set of 
threeitems. Theobjectiveisattainedif at least two of the three items are answered 
correcdy. In addition to a raw score based on the number of objectives attained, a 
"category of achievement" ranking from one to four is given each test . We have grouped 
the sttidents in this sttidy into one of two achievement levels - high ir low, based on their 
category of achievement on the MEAP. Approximately 75% of the sample fall into 
categories two, three, and four. These sttidents attained 3/4 or more of the math objectives 
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(22-28 objectives) and arc considered "high" achieving students in this study. Category 
one is the lowest ranking and is given to students who attained less than 3/4 of the math 
objectives (0-21). These students arc categorized as "low" achievers in this study. Since 
this test assesses only minimal performance objectives and does not discriminate well 
anx)ng those achieving at the high end, we felt that this 75%/25% split based on the MEAP 
category of achievement would allow us to identify the truly low achievers whom we 
believe will be most affected by changes in their relationship with their teachers. 

Results 

Repeated measures multivariate analysis of variance (MANOVA) was used to test the 
effects of semester (fall versus spring), school year (sixth versus seventh grade), and the 
interaction of semester and school year for each of the dependent measures. In analyses 
assessing semester effects, waves 1 and 3 were compared to waves 2 and 4; year effects 
A^cre based on comparisons of waves 1 and 2 to waves 3 and 4; and the interaction of 
semester and year compared the rate of change in year one with the rate of change in year 
two. Student perceptions of the intrinsic value of math (INT), and the importance and 
usefulness of math (USE) served as the dependent variables. Change in perceived teacher 
support firom year one to year two, student gender, and student achievement level were 
included as between subjects factors. 

In terms of between-subjects main effects, students in the four perceived teacher 
support change groups differ significantly from each other in their valuing of math (INT, £ 
= 36.94, E <.0001; USE, F « 35.59, E <.0001). In addition, high achieving students 
value math more than low achieving students (INT, £ = 10. 19, jj <.001; USE, F = 28.86, 
C <.0001). There are no sex diflfercnccs on either of the dependent variables. Turning to 
the within-subjects main effects, there arc highly significant year effects and semester 
effects on both dependent variables, with students valuing math more in the elementary 
school than in the junior high school (INT, F = 67.26, £ <.0001; USE, F = 149.65, 
<.0(X)1), and more during the first semester than the second semester (INT, £ = 50.7 1, b 
<.00Ol; USE, F = 37.33, g <.00Ol). Table 1 gives the means and standard deviations on 
the dependent variables at each wave. There is also a significant year by semester effect for 
intrinsic value (£ = 4. 17, <.05), indicating that the rate of change within the two years 
differs. 

INSERT TABLE 1 ABOUT HHRE 
The major hypothesis of this study that changes in students' valuing of mathematics 
are related to differences in perceived teacher support before and after the transition from 
elementary school to junior high school is confirmed The two way interactions between 
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change in perceived teacher support and year changes in both dependent variables were 
highly significant (INT, £ = 21.80, c <.00()1 , USE, F =: 16.41, c <.0001). The nature of 
these relationships is shown in Table 1 and Figures 1 and 2. As predicted, students whose 
teachers are perceived to be high in support both years show very litde change in their 
valuing of math across the transition. Both years the students in this group have the most 
positive perceptions of the value of math of any of the groups. Students who have teachers 
perceived to be low in support both years suffer a steady decline in their valuing of math 
across the two years and have the most negative perceptions of any of the groups. As 
predicted, moving from less supportive to more supportive teachers after the transition 
enhances the intrinsic value of math during the junior high school year. In contrast, 
students who move from nxxre supportive teachers in elementary school to less supportive 
teachers in junior high school value math much more before than after the transition. For 
these students there is a sharp decline in both the intrinsic value of ma Ji and the perceived 
usefulness and importance cf math during the junior high school year. 

INSERT HGURES 1 AND 2 ABOUT HERE 

There is also a scmesier by change in perceived teacher support interaction for both 
dependent variables (INT, E = 3.76, e <.05; USE, F « 5.47, e <.001).. As can be seen in 
Figures 1 and 2, when students have a teacher perceived to be high in support, their 
perceptions of the intrinsic value and the usefulness/lmportance of math change very little 
fi-om the first to the second semester. In contrast, when students have a teacher perceived 
to be low in support, their perceptions decline within the year. 

Finally, there is a significant interaction of year, semester, and change in perceived 
teacher support for bodi of die math value scales (INT, £ = 7.45, e <.0001; USE, F = 
3.64, 2 <.05). Thus the rate of change within tiie school year in student perceptions of the 
intrinsic value and usefiilness^n^ortance of n^ is different at year one and year two 
depending on perceived teacher suppon before and after die transitiai. As illustrated in 
Figures 1 and 2, diere is a particularly dramatic year by semester contrast for the two 
groups of students who perceive change in the student/teacher relationship after the 
transition (high to low perceived support and low to high perceived support). Both of 
diese groups experience greater changes in the valuing of math during the year diey have 
teachers who are perceived to be low in support. 

To aid in the interpretation of the results, post hoc comparisons using the Scheffe 
mediod were conducted to compare each of die Change in Teacher Support groups to each 
of the odier groups in order to determine if diey differed significandy from each other in 
regard to year changes in die dependent variables. As was true widi die MiVNOVA, year 
effects compared die combined means in each dependent variable at waves 1 and 2 to those 
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at waves 3 and 4. Because the alpha reflects the error rate for the entire set of contrasts, 
this technique provides a conserv?mve estimate of effects. Using a .95 confidence level, 
there were significant dfifermces in the cross year intrinsic valuing of math for five of the 
six comparisons. The exception was the lack of difference year one and year two in 
intrinsic value for students who had teachers perceived to be low in support both years and 
those moving lirom teachers perceived to be high in support to teachers perceived to be low 
in support. The reason for this, as illustrated by Figure 1, is that low perceived teacher 
support seems to have a particularly strong ixnpacx during the junior high school year and 
both of these groups have teachers perceived to be low in support year two. 

Looking at student perceptions of the importance and usefulnw. s of math, there arc 
four significant group comparisons. First, year changes for students moving from teachers 
they perceive to be more supportive to teachers they perceive to be less supportive differed 
from those for students moving firom teachers perceived to be less suppoitive to those 
perceived to be more supportive or students who had teachers perceived to be high in 
support both yeas. Second, students who had teachers low in perceived support both 
years differed from students who had teachers high in perceived support both years or 
moved firotn teachers they perceived to be less supportive to those they perceived to be 
more supportive. Again, this reflects the particular importance of student perceptions of the 
student/teacher relationship in the junior high school year. 

There is no interaction with student sex for any of the year or semester effects. There 
is, however, an interaction between student achievement and year by semester effects for 
student perceptions of the importance and usefulness of math (E = 5.95, ji <.05). The 
relation of tiiese interacticms to changes in perceptions of teacher support approaches 
significance (E = 2.23, e <.08). Inspection of Table 1 and Figures 3 and 4 reveals tiiat 
moving firom teachers high in perceived support in elementary school to teachers low in 
perceived support in junior high school resu Its in a steeper decline in perceptions of the 
usefulness and importance of matii witiiin year two for low achieving students than for 
high achieving students. 

INSERT FIGl IRES 3 AND 4 ABOUT HERE 

Discussion 

This study provides support for our tiieory tiiat systematic changes in die nature of 
the classroom environment after the transition to junior high are related to developmental 
changes in smdents' academic motivation. Our hypotiiesis that changes in students' 
perceptions of die supportiveness of tiieir teachers before and after die transition to junior 
high school are related to changes in dieir valuing of madiematics was confirmed by die 
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predicted interaction between school year and change in perceived teacher support pattern. 
These results suggest that tlie value of math increases for students who niove from less 
supportive to more supportive teachers after the transition and decreases foi tiiose who 
experience die opposite pattern of change. 

In an earlier study we found that when students make the transition to junior high 
school they perceive tiieir matii teachers to be less supportive tiian die teachers tiiey had the 
previous year (Feldlaufer et al., 1988). Otiier studies have confirmed tiiis negative change 
in student/teacher relations after the transition. In light of tiiese studies, our results take on 
special meaning. If moving to less supportive teachers is associated with a deterioration in 
the valuing of matii, tiien an overall decline in the valuing cf matii in a* "Nation with the 
transition is predictable. Infact, we find a year decline in die valuing of math. Of 
particular importance, we find that changes in die perceived student/teacher relationship 
contribute to this decline However, we see diat for children who move to teachers who are 
perceived to be more supportive after the transition, dicre is a facilitative effect on tfieir 
valuing of madi. Thus, it is not inevitable diat children suffer a decline in tfieir valuing of 
matfiematics when tiicy make die junior high school transition, ratfier classroom 
environment factors, such as die quality of the snident/teacher relationship, iiuiuencc tfieir 
beliefs. 

Some researchers interested in tfie effects of tfie transition to junior high school have 
assumed that movement to a new school environment during early adolescence is inevitably 
traumatic for many children. Simmms and otfiers believe tfiat tfie transitim to a new 
school would be less damaging if it did not occur when children were also undcigoing die 
physiological and psychological changes associated widi puberty (e.g., Simmons, Blytfi, 
Van Qeave, & Bush, 1979). Altfiough we believe tfiat die timing of tfie transition makes 
early adolescents particularly vulnerable, tfiis study shows tfiat tfiey are vulnerable to botfi 
positive and negative influences. We suggest tfiat less attention needs to be paid to die 
timing of die transition to junior high school and more attention needs to be paid to die 
nature of die junior high school classroom environment. If, as this study suggests, a 
deterioration in die student/teacher relationship when students move to die junior high has a 
negative effect on tfieir motivation and values in matfi, then more attention should be paid to 
providing an environment in which teacher support of students can flourish. 

It is possible, of course, that die association we found reflects the impact of students' 
beliefs on tfieir perceptions of tfieir teachers* characteristics. In studies tfiat are not "true" 
experiments, it is very difficult to establish die causal direction of influence. Our results, 
using a quasi-experimental design, suggest tfiat tfiere may be a causal relationship between 
changes in perceived teacher support and changes in die valuing of matfi. However, it is 
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possible that childlpn who arc becoming more negative toward school and subject matter 
perceive their teachers as less warm than those they had the previous year and children who 
are becoming more positive toward school see their junior high teachers as more supportive 
than their elementary teachers. Subsequent research using independent ratings of teacher 
support will be necessary to distinguish between these two alternatives. 

These data indicate that the perceived student/teacher relationship is nx>re powerful in 
affecting students' intrinsic value in math during the first year of junior high school than 
during the last year of elementary school. Similarly, Bemdt and Hawkins (1988) found a 
stronger relationship between perceived teacher support and perceived cognitive 
competence after the transition than before. The quality of the student/teacher relationship 
may have an especially powerful effect as children move into adolescence. Psychiatrists 
have suggested that positive relatiOTships with teachers arc particularly important during 
adolescence, when children are developing an identity outside the family group and are 
looking for extn-parental adult models (e.g., Miller, 1970, 1974; Offer, 1969). Miller 
believes diat the organization of the traditional junior high school inhibits the development 
of warm, stable human interactions. Thus when the need for positive relationships with 
adults outside die home is particularly strong, the likelihood tiiat schools will provide tiiesc 
positive human contacts is particularly low. 

Does the departmoitalized organization of tfw junior high school inhibit die 
development of positive teacher/student relationships? McPartiand (1987) found diat sixtfi- 
grade studcni/teacher relations were more positive in schools that assigned teachers to self- 
contained classrooms than in schools where departmentalized staffing was used In our 
study all die junior high schools were dcparuncntalized but not all die children experienced 
a negative change in student/teacher relations; dius odier factors must be important as well. 
We need to find out more about the conditions tfiat enable some junior high schools and 
some JuniOT high school teachers to maintain a warm» friendly, supportive relationship widi 
dieir students. How do mediods of teacher recruitment or training f nfluence die 
teacher/student relationship? Is school size a factor? There is some evidence tiiat larger 
schools may provide less positive environments than smaller schools, especially for 
vulnerable or marginal children (Barker & Gump, 1964). We have suggested elsewhere 
(Midgley et al., in press) that stereotypes about early adobsccnts may flourish in some 
middle level schools, undermining the student/teacher relationship. Epstein and 
McPartiand (1976), using survey data from students in elementary, middle, and high 
schools, found a positive relation between students* perceived quality of student-teacher 
relations (one of duec dimensions measured by die (Quality of School Life Scale - QSL) and 
the q)cnness of the school authority strucmre. The school authority structure did not have 
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a similar relationship with the cither dimensions of the QSL. That is, school openness in 
terms of either variety of activities, individualization, ....^uu* snare of responsibility 
had its greatest impact on reactions to teachers, rather than on general satisfaction with 
school or commitment to classwork. Li the study by Bemdt and Hawkins (1988), students 
who moved ! : a traditional junior high school perceived their teachers as less supportive 
after the school transition than before, while students who moved to a team-taught, less 
traditional junior high school perceived their teachers as equally supportive before and after 
the transition. Ar^diLonal studies are needed that will help us determine which of these 
factors are most potent in affecting the teacher-student relaronship during the early 
adolescent years. Hopefully these data will be used to desife*i a more responsive 
educational environment for this age group. 

The hypothesis tliat Ae impact of changes in the studentAeacher relationship on 
studen*.V values in math is stronger Tor girls than for boys was not confirmed Although it 
has been suggested that girls are more sensitive to social approval than are boys (Dweck & 
Bush, 1976; Maehr & Nicholls, 1980), the student/teacher relationship involves more than 
approval and dis^proval. Both boys and girls appear to be affected by the perceived 
warmth, friendliness, and fairness of their teachers. 

Although there was no interacticm with student achievement level for student 
perceptions of the intrinsic value of math, the negative effect during the junior high school 
year on low achieving students* beliefs about the importance and usefulness of math is 
noteworthy. Task value has been shown to be an important predictor of children's task 
choices (Crandall, 19G?; Crandall, Katkovsky, & Preston, 1962) and task persistence 
(Battle, 1965, 1966; Ecclcs et al., 1984; Stein & Bailey, 1973). If the value of math 
decreases for many low achieving students when they move to the junior high school 
environment, they may be especially likely to give up trying to achiev j in math and to drop 
it entirely when it becomes an elective. 

It should be pointed out that this study deals with only one subject matter area - 
mathematics. Because junior high schools are usually departmentalized, studies comparing 
elementary and junior high school classrooms are frequendy subject specific. Other studies 
arc p^-^ed that look at similar variables in other subject matter areas. 

A number of investigators are currendy examining the effect of die transition to junior high 
school on early adolescent development Relatively iitde attention has been focused on the effect of 
changes in the classroom environment on adolesceii; adjustment. We believe this rtudy r^'^'nts to 
the importance of including teacher and classroom variables in these studies. 
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Footnotes 



^ Most of the students excluded from this study were from two school districts where 
policy changed during the course of data collection so that some students did not move to a 
new school. 

2 Detailed information about the construction of these scales, including factor analysis 
procedures and assessment of reliability, can be found in Feldlaufer et al., in press. 

3 Year o le the ir-nan on the Teacher Support scale was 1.7 and year two the mean was 1.8. 
To creats the Change in Teacher Support variable, scores from 1 to 1.8 on the Teacher 
Support scale were categorized as high perceived teacher support and scores above that 
were caf.gorized as low perceived teacher support Using this criteria, 607 students were 
categorized as hiving teachers high in perceived support both before and after the transition 
(waves 2 and 4), 230 had teachers low in perceived support both years, 274 students 
moved from teachers high in perceived support to teachers low in perceived support, and 
190 moved from teachers low in perceived support to teachers high in perceived support. 
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Table 1 



Change in 
Teacher Support 


n 


Intrinsic Value in 
Mathematics 


^T^orSnc^^^^^^ 

Usefulness of 
Mathematics 






Wl W2 W3 W4 


Wl W2 W3 W4 


All Students 



High/High 


607 


4.16 4.18 4.07 3.94 
1.09 1.10 1.02 1.09 


6.30 6.27 6.09 6.02 
.82 .85 .98 1.02 


High/Low 


274 


3.86 3.85 3.42 3.04 
1.21 1.27 1.20 1.21 


6.13 6.07 5.63 5.35 
.97 .99 1.19 1.33 


Low/High 


190 


3.82 3.59 3.86 3.80 
1.19 1.28 1.13 1.20 


6.09 5.92 5.89 5.88 
.90 1.09 1.12 1.11 


LowA-ow 


230 


3.59 3.34 3.14 2.93 
1.24 1.24 1.19 1.23 


5.88 5.62 5.40 5.08 
1.13 1.27 1.31 1.43 


AU 


1301 


3.95 3.87 3.74 3.55 
1.18 1.23 1.16 1.24 


6.16 6.06 5.84 5.70 
.94 1.03 1.14 1.24 


Low Achieving Students 


High/High 


127 


4.01 4.00 3.88 3.71 
1.21 1.21 l.M 1.23 


6.11 6.11 5.93 5.89 
1.02 1.00 1.17 1.12 


High/Low 


71 


3.64 3.70 3.25 2.71 
1.38 1.34 1.20 1.26 


5.86 5.89 5.44 4.82 
1.13 1.17 1.34 1.57 


Low/High 


53 


^.73 3.40 3.75 3.63 
1.38 1.12 1.13 1.32 


5.88 5.83 5.76 5.68 
1.07 1.21 1.33 1.14 


Low/Low 


72 


3.40 3.25 3.10 2.97 
1.26 1.17 1.13 1.27 


5.54 5.39 5.13 4.87 
1.24 1.32 1.38 1.47 


AU 


323 


3.75 3.67 3.55 3.31 
1.30 1.25 1.18 1.33 


5.89 5.86 5.62 5.39 
1.12 1.17 1.32 1.40 
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Table 1 (Continued) 



High Achieving Students 



High/High 


480 


4.20 4.23 4.12 4.00 
1.06 1.07 .99 1.05 


6.35 6.31 6.13 6.06 
.76 .80 .92 .99 


High/Low 


203 


3.94 3.90 3.48 3.15 
1 14 1 25 1 19 1 18 

XaX^ X*A<«/ XaX^ XaXO 


6.22 6.13 5.70 5.54 
HQ 01 1 1 1 1 8 


Low/High 


137 


3.86 3.66 3.90 3.87 
1.12 1.33 1.14 1.14 


6.17 5.95 5.94 5.95 
.81 1.04 1.03 1.10 


Low/Low 


158 


3.68 3.38 3.15 2.92 
1.23 1.27 1.22 1.22 


6.04 5.73 5.52 5.18 

1.05 1.24 1.27 1.41 


M 


978 


4.01 3.94 3.80 3.62 
1.13 1.22 1.15 1.20 


6.24 6.13 5.91 5.79 
.85 .97 1.07 1.17 



Note- Cells display means (above) and standard deviations (below). Wl=Wave 1, 
W2=Wave 2, W3=Wave 3, W4=Wave 4 
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Figure Caprions 
FIG. 1. -Intrinsic valu2 in math and change in teacher support 

FIG. 2.-Pen:eivcd usefulnessAimportance of math and change in teacher support 

FIG. 3.-Perceivcd usefulnessAmportance of math and change in teacher support for low 
achieving students 

FIG. 4.-Pen:eived usefulness/importance of math and change in teacher support for high 
achieving smdents 
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Appendix 

Measures of the Teacher-Student Relationship 
and Student Valuing of Mathematics 

Teacher Support 

The teacher cares how we feel. (R*) 

The teacher is friendly to us. (R) 

The teacher treats boys and girls differently. 

The teacher grades our math woik fairly. Ql) 

The teacher treats some kids better than other kids. 

The teacher criticizes us when we do poor woiic. 

<1> Not very often <2> Sometimes <3> Usually <4> Very often 

Intrinsic Value of Mathematics 

In general, I find working on math assignments 
<1> Very boring - <7> Very interesting 

How much do you like doing math? 
<l>Alittle-<7>Aloi 

Do you spend as much time as you do in math 

<1> Because you have to in orier to in order to finish the work? 

<2>Because you just like doing math? 

Would you take more math if vou didn't have tn ? 

<1> I very definitely would take more math. 

<2) I probably would take more math. 

<3> Maybe I would take moiie math. 

<4> Fm not sure. 

<5> Maybe, but not that likely. 

<6> I probably would no: take any more math. 

<7> I very definitely would not take any nx>re math. 

Importance and Usefidness cfMath 

For being good at math is 

<1> Not at all inq[)Oftant - <7> Very important 

In general, how useful is what you learn in math? 

How useful do you think the math you are learning will be for what you want to 
do after you graduate and go to wrak? 

How useful do you think high school math will be for what you want to do 
after you graduate and go to work? 

<1> Not at al! useful - <7> Very useful 

♦Scoring of diesc items was reversed to create the scale. Low scores = high teacher support. 
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